Teacher Preparation and Language Policy Appropriation: A Qualitative Investigation of Teach For America Teachers in Arizona by Heineke, Amy J & Cameron, Quanna
Journal website: http://epaa.asu.edu/ojs/   Manuscript received: 07/18/2012 
Facebook: /EPAAA  Revisions received: 11/07/2012 
Twitter: @epaa_aape  Accepted: 11/25/2012 
 
education policy 
analysis archives 
A peer-reviewed, independent,  
open access, multilingual journal  
 
 
 
 
 
  
 Arizona State University 
 
Volume 21 Number 33 April 15th, 2013 ISSN 1068-2341 
 
 
Teacher Preparation and Language Policy Appropriation: A 
Qualitative Investigation of Teach For America Teachers in 
Arizona 
Amy J. Heineke 
Loyola University Chicago 
 
Quanna Cameron 
Independent Researcher 
United States of America 
 
Citation: Heineke, A. J. & Cameron, Q. (2013). Teacher preparation and language policy 
appropriation: A qualitative investigation of Teach for America teachers in Arizona. Education Policy 
Analysis Archives, 21 (33). Retrieved [date], from http://epaa.asu.edu/ojs/article/view/1171  
 
Abstract: In this qualitative study, we examined teachers’ language policy appropriation in the 
English-only state of Arizona. Specifically, we investigated teachers who received their professional 
placement and preparation through the Teach For America organization. We conducted the research 
in 2010 and 2011, a period when Arizona state language policy required that English learners be 
placed in English language development classrooms, separated from mainstream classrooms, to 
receive four hours of daily skill-based language instruction in language-specific content only, 
including grammar, vocabulary, reading, writing, and conversation. Through analysis of interview 
data from seven current corps members and eight alumni teachers, we investigated whether and how 
professional preparation shaped teachers’ identity and agency to implement prescriptive linguistic 
and instructional mandates in the classroom.  
Keywords: alternative teacher certification; educational policy; English only movement; 
in-service teacher education 
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Formación docente y la apropiación del lenguaje político: una investigación 
cualitativa de docentes del programa Teach  f o r  Amer i ca  en Arizona. 
Resumen: En este estudio cualitativo, se analizó la apropiación del lenguaje político del 
programa Solamente en Inglés en el estado de Arizona. Se investigaron especificamente los 
profesores que recibieron su formación profesional y la preparación a través de la 
organización Teach For America. Hemos llevado a cabo la investigación en 2010 y 2011, un 
período en que la política del Estado de Arizona requería que estudiantes que precisaban 
aprender inglés  tomasen clases de desarrollo del lenguaje, separados de las clases 
regulares, recibiendo cuatro horas de instrucción diaria de inglés basados en habilidades de 
lenguaje, incluyendo gramática, vocabulario, lectura, escritura y conversación. A través del 
análisis de datos de entrevistas de siete miembros que se desempeñaban en Teach for 
America y ocho maestros que fueron alumnos de TFA, se investigó si y cómo preparación 
profesional dio forma a la identidad  y sentido de agencia de los docentes para 
implementar un programa con mandatos prescriptivos de instrucción en el aula. 
Palabras clave: certificación alternativa de maestros; política educativa; movimiento sólo 
Inglés. formación de docentes en servicio 
 
Formação de professores e apropriação da linguagem política: um estudo 
qualitativo de professores do programa Teach  f o r  Amer i ca  no Arizona. 
Resumo: Neste estudo qualitativo, examinamos a apropriação da linguagem política do 
programa idioma Só em Inglês no estado do Arizona. Investigamos especificamente os 
professores que receberam a sua formação e preparação através da organização Teach For 
America. Realizamos  pesquisa em 2010 e 2011, período em que a política do Estado do 
Arizona exigia que os alunos que precisavam aprender inglês tivesem aulas de 
desenvolvimento, separadas das classes regulares, recebendo quatro horas de instrução em 
Inglês diariamente com base nas habilidades de linguagem, incluindo vocabulário, 
gramática, leitura, escrita e conversação. Através da análise de dados de entrevistas de sete 
membros que trabalharam na Teach for America e oito professores que foram alunos de 
TFA, investigamos como a formação profissional moldou a identidade e o sentido de 
agência dos professores para implementar um programa de instrução com mandatos 
prescritivos. 
Palavras-chave: certificação professor alternativa, movimento de educação política apenas 
em Inglês, a formação em serviço de professores 
Introduction 
The face of classrooms and schools across the United States (U.S.) is rapidly changing. The 
student body in Kindergarten-through-12th grade (K-12) schools continues to become more 
linguistically diverse, as the number of English learners (ELs) rapidly increases in classrooms in all 
corners of the nation (Gándara & Hopkins, 2010). In the southwestern U.S. near the Mexican 
border, ELs make up 15% of the student population in Arizona K-12 schools, an increase of 48% in 
a decade (National Clearinghouse for English Language Acquisition). As the EL population grows, 
language policies that guide the medium-of-instruction in Arizona classrooms continue to become 
more restrictive. With English-only instruction since the passage of Proposition 203 in 2000, the 
originally designated and broadly defined approach of Structured English Immersion (SEI) has narrowed 
to a more rigid model, referred to as English language development (ELD; Arizona Department of 
Education [ADE], 2007). The ELD model requires ELs be placed in separate classrooms from 
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mainstream peers where they receive four hours of daily skill-based English instruction broken into 
strict time increments to cover five English-language-specific content areas, including reading, writing, 
grammar, vocabulary, and conversation (ADE, 2008). Policy mandates aim to hold schools 
accountable with strict compliance expectations and consequences. These policy prescriptions 
provide a unique and challenging context for teachers’ practice with ELs.  
One sub-set of teachers working to implement these new demands enters Arizona 
classrooms through Teach For America (TFA), an alternative path to teaching certification program 
that recruits top college graduates from diverse degree programs to commit to two years of teaching 
in a low-income community (TFA, 2012a). Growing into a well-known educational enterprise in its 
two decades of existence, the non-profit organization annually places 5,000 new teachers in 46 
regions across 36 states in the U.S. (TFA, 2012b). Openly acknowledging the flaws in the 
educational institution, TFA has a stated mission to close the achievement gap that exists along 
racial and socio-economic lines (TFA, 2012c). Because TFA intentionally places participants in 
regions with minority and low-income populations (TFA, 2012a) and the majority of ELs in the U.S. 
attend schools “in urban areas with high concentrations of minority and economically disadvantaged 
students” (Gándara & Hopkins, 2010, p. 10), TFA teachers frequently teach EL students (Glass, 
2008). Conducted with current and former TFA teachers in the Phoenix region, this qualitative study 
explores TFA teachers’ discourse on Arizona language policy, merging these two contemporary 
issues in educational policy, practice, and research: (a) TFA, a national organization that utilizes 
alternative certification to place teachers in low-income schools and (b) language policy that guides 
the instruction of ELs. In this study, we investigate how TFA teachers understand and operate in 
these diverse contexts, specifically with restrictive language policy guiding classroom practice with 
ELs, to inform broader teacher preparation in restrictive policy contexts.  
Effective teachers are integral to student achievement (Cochran-Smith & Fries, 2005; 
Darling-Hammond, 2000); the need for well-prepared teachers intensifies with ELs (Gándara & 
Maxwell-Jolly, 2006) who need effective supports to learn English simultaneous to developing social, 
emotional, cultural, and academic knowledge and skills (Wrigley, 2000). Teachers in Arizona’s ELD 
classrooms must be considered highly qualified per federal requirement, in addition to state 
requirement of 90 hours of coursework for SEI endorsement (ADE, 2008). When the approach 
began in 2008, TFA alumni were the only teachers with TFA affiliation who could serve as teachers 
of record in ELD classrooms, as new TFA teachers did not receive the mandatory SEI training 
during the five-week TFA Summer Institute prior to entering the classroom. Beginning in 2010, 
TFA required the completion of 45 hours of SEI training via an online course before Institute, 
leading to provisional endorsements and opening opportunities to teach in ELD classrooms.  
In this study, we investigate the discourse of current TFA teachers (i.e., corps members), and 
former TFA teachers (i.e., alumni), to determine whether and how their preparation (i.e., initial and 
ongoing) affects how they carry out, or appropriate (Levinson & Sutton, 2001), language policy in the 
classroom, guided by these research questions: (a) How do teachers conceptualize their role in 
Arizona language policy? (b) How do teachers describe language policy implementation in their 
classrooms? (c) How do teachers utilize their TFA preparation to guide policy appropriation? In this 
paper, we share our findings related to language policy appropriation, specifically focused on 
teachers prepared by TFA in the Phoenix metropolitan area. We first review the literature and 
outline the framework that guides our research. After describing the qualitative methods to 
investigate samples of corps members and alumni, we share and discuss results on how teacher 
preparation, development, and agency impact language policy and practice. We close with 
implications for teacher preparation policy in this era of educational reform.  
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Arizona Language Policy and Teacher Preparation 
The literature on language policy in the U.S. over the past 15 years focuses primarily on 
monolingual policy contexts, such as what has been adopted in California (i.e., Proposition 227, 
1998), Arizona (i.e., Proposition 203, 2000), and Massachusetts (i.e., Question 2, 2002). Whereas 
much of the literature appeared in the initial years following the first educational English-only 
legislation in the U.S. in the state of California (see special issues of Bilingual Research Journal, 2000; 
The Urban Review, 2001), scholars have now shifted sights to Arizona, as the latest mandates make 
this state the most restrictive language policy setting in the nation (Gándara & Hopkins, 2010).  
Since the original implementation of the prescriptive ELD mandates required by Arizona 
House Bill 2064 (e.g., four hours of daily skill-based English instruction) in the 2008-2009 school 
year, existing studies emphasize the programmatic issues related to policy implementation and 
resulting achievement of ELs (deJong, Arias, & Sánchez, 2010), including the (a) lack of research 
base (August, Goldenberg, & Rueda, 2010; Krashen, Rolstad, & MacSwan, 2007), (b) overemphasis 
on prescription (Iddings, Combs, & Moll, 2012), (c) segregation of ELs away from mainstream peers 
(Gándara & Orfield, 2010), (d) dearth of content-area instruction (Gándara & Orfield, 2010, 
Martinez-Wenzl, Pérez & Gándara, 2010; Ríos-Aguilar, González-Canche & Moll, 2010a), (e) heavy 
focus on skill-based grammar instruction (Combs, 2012), and (f) reliance on an invalid language test 
(Florez, 2010; García, Lawton, & deFigueiredo, 2010). In addition, researchers utilize standardized 
test data to demonstrate the lack of growth in EL achievement since the shift to ELD classroom 
instruction (García et al., 2010; Mahoney, MacSwan, Haladyna, & García, 2010). In a large-scale 
study of the implementation and organization of ELD mandates in five Arizona districts, Lillie and 
colleagues (2010) analyze instructional delivery and resources, describing issues related to student 
grouping, promotion, and graduation. In summary, recent literature on the educational context of 
Arizona demonstrates the problematic nature of the language policy and resulting effects on ELs. 
Whereas much of the research on monolingual language policy focuses on programmatic 
issues and resulting effects on students’ linguistic and academic achievement, the role of the teacher 
in language policy is relatively absent (deJong et al., 2010). Grounded in theoretical literature on the 
dynamic nature of policy, this pertinent area of research involves teachers’ language policy 
appropriation in Arizona schools. Trends in the existing literature, comprised primarily from  
research conducted  post-Proposition 227 in California, include teacher characteristics that shape 
how monolingual language policy plays out in the classroom, including bilingualism (Alamillo & 
Viramontes, 2000; Valdéz, 2001), language and political ideology (Stritikus & García, 2000), and 
personal history with language and culture (Stritikus, 2002; Varghese, 2008; Varghese & Stritikus, 
2005). Teachers’ appropriation varies based on schools’ characteristics and approaches to policy 
implementation (Stritikus, 2002; Stritikus & García, 2000). Additionally, teachers’ entries into the 
field of education play a significant role in policy appropriation (Stritikus & García, 2000; Varghese 
& Stritikus, 2005), with a specific focus on entrance via bilingual teacher preparation: Teachers who 
make a conscious decision to seek out bilingual certification tend to value and protect bilingualism.   
With the latest changes to Arizona language policy, a handful of scholars explore the role of 
teachers and teacher preparation in the ELD model. Using survey data to examine the impact of 
restrictive language policy on teacher education, two studies (Arias, 2012; deJong et al., 2010) find 
that the minimum requirement that all teachers hold the SEI endorsement, achieved through 
completion of state-approved courses consisting of prescribed topics and time allocations, leads to 
decreased knowledge and skills specific to teaching ELs: “The expertise needed to effectively teach 
ELs is both devalued and diminished in Arizona … as a result of restrictive English-only policies” 
(deJong et al., 2010, p. 132). Also based on survey data of Arizona teachers, Hopkins (2012) similarly 
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documents that ESL and bilingual certified teachers report more consistent and extensive use of 
effective instructional practices than teachers with SEI endorsements. Recognizing the central role 
that teachers play in EL students’ education, Ríos-Aguilar, González-Canche, and Moll (2010b) 
survey over 800 Arizona teachers to discern perceptions of instructional mandates, policy efficacy, 
and teacher preparation related to the ELD language policy shifts. Although respondents express 
concerns about various mandates (e.g., segregation of students), statewide language policies shape 
teachers’ perceptions of ELs, such as the perceived educational opportunities afforded to ELs 
through the ELD approach (e.g., promotion). Overall, the extant literature demonstrates that 
Arizona’s SEI endorsement does not adequately prepare teachers to implement effective classroom 
practices with ELs or to negotiate the prescriptive demands of the English-only language policy.  
As deJong and colleagues (2010) assert, the role and preparation of teachers in restrictive 
language policy contexts is largely left out of the literature that primarily focuses on programmatic 
issues or resulting student achievement; however, an understanding of the preparation of teachers 
who carry out the policy into practice is pertinent. Our study investigates teachers’ roles in the 
language policy process and contributes to the existing literature through the distinctive sample of 
alternatively certified teachers arriving in Arizona classrooms through TFA placement and 
preparation. Additionally, our qualitative analysis of interview data allows for the detailed 
investigation of teachers’ discourse related to language policy appropriation. Relative to the related 
literature on Arizona teachers, teacher preparation, and language policy (Arias, 2012; deJong et al., 
2010; Hopkins, 2012; Ríos-Aguilar et al., 2010b), which utilizes primarily quantitative analysis of 
survey data, our study employs a unique approach to the data on teachers in ELD classrooms.  
This line of research originates from the first author’s dissertation study (Heineke, 2009), in 
which the discourse of one particular ELD teacher, a TFA alumnus, stood out from the other 
participants in her critical evaluation, negotiation, and rejection of language policy mandates. After 
further investigation of the TFA organizational discourse and alumni teachers’ talk about Arizona 
language policy (Heineke & Cameron, 2011), we widen the lens in this study to include the pertinent 
sample of current corps members, who only recently are eligible for ELD classroom placement in 
their first and second years of teaching. By expanding the sample to include both TFA corps 
members and alumni, we investigate the appropriation of Arizona language policy through an 
analysis of the preparation, development, and experiences of various participants across multiple 
years of affiliation to the national organization and alternative path to teaching certification program. 
Through the use of qualitative methods, we are able to focus on the multiple facets of teacher 
preparation (e.g., TFA, university, school-site) of each participant, rather than limit the investigation 
based on teacher certification (e.g., bilingual). In so doing, this study adds a new lens on language 
policy appropriation research with an investigation of themes that prevail across teacher preparation 
pathways and contexts, in addition to individual teacher traits and characteristics. 
The Figured World of English Language Development Teaching 
We frame our work with sociocultural theory (Vygotsky, 1978; Wertsch, 1991), recognizing 
that individuals actively construct knowledge through participation in social and cultural activities 
that simultaneously are affected by the individual, interpersonal, and institutional planes (Rogoff, 
2003). Taking the sociocultural perspective on educational policy, we conceptualize the dynamic and 
complex co-construction of policy and practice emergent from the interpretations and actions of 
multiple stakeholders, including schools, administrators, and teachers (Datnow, Hubbard, & Mehan, 
2002; Levinson & Sutton, 2001). The complexity of policy formation and implementation can only 
be captured through consideration of the interactions and negotiations that occur on multiple planes 
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and between various actors in any given policy context (Ricento & Hornberger, 1996; Rogoff, 2003). 
Using the sociocultural theoretical framework, we zoom in to examine teachers, policies, and the 
interplay between teachers and policy in Arizona ELD classrooms and zoom out to consider the 
broader role of teachers and teacher preparation in restrictive policy contexts.  
Grounded in sociocultural theory, we use the conceptual framework of identities in practice 
(Holland, Lachicotte, Skinner, & Cain, 1998), which recognizes that individuals enact situated 
identities in figured worlds. A figured world is a socially and culturally constructed realm of 
interpretation used to make sense of the complexities and tensions of daily life. In a figured world, 
discourses, cultural constructions, and assumptions that constitute the familiar aspects of daily life 
create a standard storyline used to figure the meanings of characters, acts, and events (Holland et al., 
1998). Institutions and institutionalized structures of power, status, and influence provide depth and 
organization to the figured landscape (Holland et al., 1998) and ensure the repetition and 
ritualization of situations over time. In Arizona classrooms, the figured world of ELD teaching 
involves the discourses and cultural constructions (e.g., language mandates, student labels) that 
constitute the familiar aspects of teaching: the participants (e.g., teachers, students, administrators) 
and their common acts (e.g., instruction, assessment) as situated in a particular institution (e.g., 
education, schools) with different positions of power (e.g., new teacher, administrator).  
Socially organized and reproduced, a figured world creates boundaries that position and 
relate participants (Holland et al., 1998); however, individuals have the ability to identify and 
participate in their own way through situated identities (Gee, 2005). Referring to the different ways of 
participating in different social groups, cultures, and institutions (Gee, 2005), socially situated 
identities trace participation within the figured world (Holland et al., 1998). Within the figured world 
of ELD teaching, teachers utilize the institutionally supported discourse and practice to evaluate 
their efforts, understand themselves, and interpret their positions in the school. Further, teachers 
identify and participate in the figured world as a “certain kind of person” (Gee, 2000, p. 100), which 
allow individuals to take various perspectives related to state (i.e., nature identity), position (i.e., 
institution identity), individual trait (i.e., discourse identity), and shared experiences (i.e., affinity identity). 
Individuals form, enact, and sustain perspectives and situated identities in complex ways (Gee, 
2000), which guides teachers’ participation in the figured world of ELD teaching.  
Identity mediates behavior, which leads to individuals’ agency to make decisions and 
participate in varied ways in the figured world (Holland et al., 1998). Although the figured world 
provides actors with social and cultural constructions to make meaning of daily life, these are not 
static scripts that dictate actions. Through appropriation (Rogoff, 1995), individuals actively change 
their involvement, including their understanding of and responsibility for activities and practices. 
Specific to language policy in the sociocultural framework, appropriation (Levinson & Sutton, 2001) 
occurs when teachers interpret, modify, and contest policy mandates to fit their local contexts and to 
match their own ideologies, personal histories, and professional backgrounds (Datnow et al., 2002). 
Within the figured world of ELD teaching, teachers’ situated identities mediate and guide their 
agency on how to appropriate language policy in classroom practice. Instead of reproducing static 
policy prescriptions, teachers actively engage in decision-making and shaping of language policy.  
Method 
We conducted this qualitative study (Erickson, 1986) in the Phoenix metropolitan area with 
two samples of ELD classroom teachers who entered the profession through TFA: (a) alumni who 
continued to teach after their two-year commitment and (b) current corps members in their first or 
second year of teaching. We utilized the same methods of data collection and analysis with both 
samples to investigate the research questions.  
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In the spring of 2010, we selected a sample of TFA alumni who were active Kindergarten-
through-eighth grade (K-8) teachers in ELD classrooms in Arizona (Sample 1; see Table 1). We sent 
an invitation via e-mail to 25 alumni; of the 13 respondents willing to participate, 10 met the criteria 
of current ELD classroom placement and 8 participated in interviews. The alumni participants 
represented a range of corps years, grade levels, and school placements around the Phoenix region; 
because these alumni teachers had full SEI endorsements, teaching in Arizona classrooms when 
public school teachers received the mandate to obtain this endorsement, all were eligible to teach in 
ELD classrooms. The ethnicity and gender of the sample—primarily Caucasian and female—
adequately represented the larger population of TFA alumni who continued teaching in the region.  
 
Table 1 
Sample of Teach for America alumni in English Language Development classrooms 
Professional Background Personal Background  
 
Pseudonym 
Corps Years of Teaching District School Grade Ethnicity Language Ability Gender 
Amalia Phoenix 2005 5 Central Maravilla 1 Bi-racial Monolingual Female 
Andy Phoenix 2007 3 North Castle 6, 7, 8 Caucasian Monolingual Male 
Ashley Houston 2006 4 Central Maravilla 3 Caucasian Bilingual, Spanish Female 
Jada Phoenix 2007 3 South Campos K Caucasian Bilingual, Spanish Female 
Kara Phoenix 2007 3 South Campos 1 Caucasian Monolingual Female 
Rachel Phoenix 2003 7 Central Maravilla 3 Caucasian Monolingual Female 
Sarah Phoenix 2006 4 West Brown 4, 5 Caucasian Bilingual, Spanish Female 
Stefanie Phoenix 2006 4 West James 6, 7, 8 Caucasian Monolingual Female 
 
In the fall of 2011, we selected a sample of TFA corps members placed in ELD classrooms 
in Arizona (Sample 2; see Table 2). We sent an invitation via e-mail to the 15 Phoenix corps 
members in ELD classrooms and found 7 individuals willing to participate who were currently in 
ELD classroom placements. This sample included both first- and second- year corps members in 
placements ranging from Kindergarten to 5th grade primarily on the west side of the Phoenix 
region; the West District, a large, K-8 public school district with a long-standing partnership with 
TFA Phoenix, was one of the few partner districts willing to place corps members in ELD 
classrooms. Like Sample 1, the ethnicity and gender of the sample—primarily Caucasian with more 
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women than men—adequately represented the population of TFA corps members placed in the 
Phoenix region.  
 
Table 2 
Sample of Teach for America corps members in English Language Development classrooms 
Professional Background Personal Background  
 
Pseudonym Corps Years of Teaching District School Grade Ethnicity Language Ability Gender 
Annie Phoenix 2011 1 West Summit K Caucasian Monolingual Female 
Elena Phoenix 2011 1 West Sierra K Asian Bilingual, Spanish Female 
Mandy Phoenix 2011 1 West Prospect 4 Caucasian Monolingual Female 
Owen Phoenix 2011 1 Charter Sanchez 5 Caucasian 
Bilingual, 
Portuguese Male 
Peter Phoenix 2010 2 West Brown 4 Caucasian Bilingual, Spanish Male 
Rhonda Phoenix 2010 2 Charter Uplift 4, 5 Caucasian Monolingual Female 
Shelly Phoenix 2011 1 West Sierra 1 Caucasian Monolingual Female 
 
We held individual, qualitative interviews (Kvale, 2007) with each of the 15 participants in 
the combined samples. The same protocol guided all interviews (Gall, Gall, & Borg, 2003), 
consisting of 25 prompts and questions around 6 major themes. We held the interviews primarily in 
teachers’ classrooms before or after school, but a few teachers preferred to meet at another location 
(e.g., coffee shop) outside of school hours. We utilized digital voice recorders to capture the audio 
data from the interviews, which lasted approximately 45 minutes per participant. With the help of 
graduate assistants, we transcribed the interview audio files into Word documents that were 
uploaded to Nudist Vivo 8.0 for data analysis.  
We utilized discourse analysis (Gee, 2005) to analyze the data. Following data collection, we 
individually utilized topical discourse analysis to discern the major trends and themes that stood out 
from the discourse of TFA alumni and corps members, respectively. To enhance validity, the two 
graduate students who transcribed the interview data also shared inclinations emergent from their 
extensive exposure to teachers’ discourse. After collaborating to triangulate themes that emerged 
from the linguistic cues and clues in the data, we conducted critical discourse analysis to refine the 
analysis to code the key words, situated meanings, and discourse models reflected and constructed in 
teachers’ language (Gee, 2005). Where points and themes emerged in our triangulated analyses of 
teachers’ discourse, we utilized qualitative software to organize the nodes to speak to the research 
questions, which specifically illuminated the enactment of situated identities (Gee, 2000, 2005; 
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Holland et al., 1998) utilized to make meaning of their practice as ELD teachers. These coordinated 
rounds of discourse analysis led to the following findings on how current and former TFA teachers 
utilize identity and agency related to language policy in the figured world of ELD teaching.  
 
Table 3 
Interview protocol 
Organizing Theme Sample Prompts and Questions 
Personal History Tell me about your path to joining Teach for America. 
How did you come to teach in the ELD classroom?  
Culture, Language & 
Learning 
How do kids learn (culture and language)? 
How does your classroom reflect your views on learning? 
English Learners Tell me about the ELs in your classroom. 
What are the benefits and challenges of teaching ELs? 
English Language 
Development 
Describe what the four-hour ELD block looks like in your classroom. 
What benefits and challenges come with the ELD structure?  
Describe the training and support you received for teaching ELD. 
Societal Lens What do you think of Arizona’s English-only language policy? 
What do you hope to see in the future for ELs and education?  
Goals & Reflection What are your goals for the remainder of the school year? 
What are your plans moving forward in the future?  
 
Results 
In this section, we outline the findings of our study on TFA teachers’ discourse and situated 
identities in the figured world of ELD teaching. To respond to the three research questions, we 
organize this results section into three sub-sections: (a) authorized positions of novice teachers, (b) 
individual experiences with teaching and learning, and (c) shared affiliation with TFA. In each sub-
section, we respond to the research question using the specific facet of situated identity emergent 
from and reflected in teachers’ discourse: institution identities of corps members, discourse identities 
of alumni, and affinity identities of corps members and alumni (Gee, 2000), respectively. We then 
discuss our findings on how teachers’ situated identities and related experiences and preparation 
guide participation and agency in the language policy process.  
Institution Identities: Authorized Positions of Novice Teachers 
In this sub-section, we present findings related to the first research question: How do teachers 
conceptualize their role in the language policy process? To explore how teachers enact situated identities to 
make meaning of their role in the language policy process, we use the perspective of institution identity 
(Gee, 2000), which is grounded in a position within an institution that determines the amount or 
degree of power an individual holds. In the figured world of ELD teaching, the identity of the new 
teacher positions corps members at the bottom of the top-down policy structure within the 
educational institution. Whereas alumni conceptualize more agentive roles in the policy process, the 
data demonstrate that corps members situate their institution identities as novice teachers with limited 
initial preparation and extensive school-site pressures.  
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Construction of the unprepared novice role 
First-year corps members constructed and utilized the situated identity of the new 
teacher – placed in an ELD classroom without knowledge or preference, positioned by 
authorities within the top-down power structure of the educational institution. All five first-year 
teachers recounted stories of “randomly” receiving their teaching placement without prior 
knowledge of Arizona language policy or the ELD approach. Annie gave an animated rendition 
of her path to the ELD classroom: 
[The principal said,] “Can you teach ELD?” I said, “To be honest with you, ma’am, I 
don’t even know what ELD is.” She goes, “I’ll call Human Resources.” In the next 
hour she was like, “Yup, you can teach it. You are going to be our Kindergarten 
ELD teacher.” And I said, “Great! Let me know what that is so that I can start 
reading up on it!” 
Mandy described conducting a Google search to find out the details of her placement for her 
two-year commitment: “I didn’t know what it was. They kept saying ELD, and I looked it up and 
saw that it was the English Language Development.” Whereas Annie and Mandy had time to 
research the approach, Shelly found out on the first day of school: “I didn’t even realize I was going 
to be ELD until I got here my first day .... I didn’t realize all the laws they had and all that other 
stuff.” In addition to the emphasis on what they “didn’t know,” corps members’ personal accounts 
detail their original entry as outsiders to the institutional structure – unfamiliar with both the “ELD” 
label for their designated classrooms, as well as the laws and policies that guided practice in those 
classrooms. In so doing, corps members actively constructed the situated identity of the new teacher 
to position themselves as the uninformed and unprepared novice in the broader policy process.  
To further construct the dependent position of this institutional identity, corps members 
called specific attention to the absence of preparation for ELs during their initial TFA summer 
training, describing Institute as the “bare bones they [TFA personnel] can immediately provide us 
within two months.” First-year corps member Shelly, who went through a teacher preparation 
program with an ESL endorsement prior to joining TFA, stated her surprise: 
I know that at Institute there is so much to do and so little time, and so I know that 
they just try to do the essential things, but honestly I was surprised that at Institute 
they didn’t do anything with ELD, and I’m like, we’re in Phoenix, Arizona [a 
linguistically diverse locale].... So, it was surprising to me that there was nothing 
about specifically teaching ELD or English language learners. 
To meet the minimum requirements for teaching in an ELD placement, the state required 
new corps members take an online SEI course prior to entering the classroom. With that as the only 
exposure to principles and strategies for teaching ELs, Rhonda explained, “I don’t honestly feel like 
I had very much preparation because quite frankly, that wasn’t the most rigorous thing I’ve ever 
done in my life.” Similar to other corps members’ discourse, Shelly and Rhonda attributed their lack 
of foundational knowledge of teaching ELs to deficiencies in their initial teacher preparation prior to 
entering the ELD classroom.  
Accommodation of authoritative discourse 
Positioning themselves as unprepared novice teachers, corps members further enacted the 
institution identity of the new teacher – a role that Annie coined as the “rule follower.” Corps 
members’ discourse consistently reflected the accommodation of authoritative policy demands. 
Smagorinsky and colleagues (2004) described how new teachers use accommodation to negotiate the 
tensions between knowledge from teacher preparation and pressures at school sites, which shape 
and situate their identities. With limited initial teacher preparation, corps members reproduced 
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structures within the figured world of ELD teaching, consistently emphasizing the need to comply 
with the external demands of state, district, and school authorities. The recurrent use of 
accommodated and authoritative discourse demonstrated corps members’ reliance on ELD 
mandates to make meaning of daily practice. 
When dialoguing about classroom practice, corps members utilized accommodation, as they 
took on the institutional discourse in the language policy to describe their instruction of ELs. For 
example, when asked to describe her daily instruction, Elena responded: 
We have state-mandated blocks that we have to adhere to. So, it’s 240 minutes of 
direct instruction a day, so we’re not really supposed to do a lot of centers or 
anything like that. And so, those 240 minutes are composed of four 60-minute 
blocks so reading, writing, grammar, and then oral conversation, vocabulary. 
Corps members utilized language directly from the language policy mandates to describe 
classroom practice, such as “direct instruction,” “four 60-minute blocks,” and “reading, writing, 
grammar, conversation, and vocabulary.” With limited initial preparation for teaching ELs, corps 
members accommodated the institutional discourse. 
In addition to the accommodation of institutional discourse, corps members also utilized 
authoritative discourse to position their role as the new teacher at the bottom of the top-down 
language policy structure. Annie described her lack of knowledge and preparation as strengths in the 
ELD classroom that required strict compliance by school, district, and state authorities. 
I think it’s great that I came in knowing nothing. Because for me, [ELD is] the only 
thing that I know. And it’s the expectations, so you rise above the expectations; you 
do what you have to do. So this is the state that we’re in. And these are the laws that 
are here so the kids still deserve the best that they can receive. And that’s all I can 
give them with staying within the regulations that we have. 
Situating her identity as the unknowing novice teacher, Annie used authoritative nouns such 
as “expectations,” “laws,” and “regulations.” Other corps members’ discourse included a high 
frequency of additional authoritative nouns relegated from the institutional power structure, such as 
“state-mandated,”“compliance,” and “mandates.” Corps members accommodated the institutional 
discourse and perceived themselves as actors with rigid linguistic and pedagogical scripts to follow.  
Discourse Identities: Individual Experiences with Teaching and Learning 
In this sub-section, we present findings related to the second research question: How do 
teachers describe language policy implementation in their classrooms? To investigate how teachers’ situated 
identities mediate their discourse on language policy in classroom practice, we use the perspective of 
discourse identity (Gee, 2000), which is constructed and sustained through discourse—based on a trait, 
ascription, or experience of an individual, rather than the sanction or structure of an institution. In 
the figured world of ELD teaching, various socially situated identities support teachers’ discourse on 
teaching and learning when describing language policy and practice in the classroom with ELs. 
Whereas corps members construct an institution identity, the data demonstrate that alumni enact 
discourse identities related to language and literacy teaching and learning, specifically shaped by 
preparation from personal experiences, school-based workshops, and graduate coursework.  
The bilingual advocate 
Alumni teachers who had gone through the process of second language acquisition 
themselves, particularly those who became bilingual during immersion experiences abroad, described 
language policy in ways that recognized the realities and challenges of learning another language and 
valued bilingualism. Ashley, Jada, and Sarah had studied, worked, and lived abroad in Chile, Spain, 
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and Mexico; these alumni drew on their experiences to design classroom practice that utilized 
Spanish, valued bilingualism, and allowed students to access authentic English. Jada explained,  
[Using Spanish] is one way of supporting students in their language development. 
Beyond that though, I think of just validating their culture. I think that’s almost the 
reason why I talk more about my bilingualism. It’s not to be like, “I want you to 
speak this way,” but, “I’ve been to Mexico and I speak your language, and I know 
about this tradition in your culture, and I want you to know that that’s not just 
tolerated but it’s celebrated in this classroom.” 
The discourse of bilingual teachers, which used positive discourse to describe the celebration and 
utilization of Spanish in the classroom, contrasted to monolingual alumni teachers, who focused on 
the need for students to learn English as quickly as possible for success in both school and life.  
Corps members with similar language learning experiences also expressed the value of 
bilingualism and referenced time abroad in interview dialogue; however, unlike alumni who 
recognized their role in language policy and actively negotiated demands to appropriately mold 
classroom practice, these novice teachers’ descriptions of classroom practice did not fully infuse 
their multilingual and pluralistic values. A second-year corps member, Peter, explained his practice: 
When you take another language, you understand grammar more. You understand 
how languages are put together; you can compare and contrast them. And also, being 
able to speak Spanish I could see where some students might understand some 
things and not understand other things, for example infinitive verbs. What is that? It 
is like hablar or whatever. It is being able to compare them, give some examples. 
[Speaking Spanish] is not really allowed too much, but give some examples [of 
infinitives in Spanish]. 
Peter, who had undergraduate experience living and teaching in Latin American countries, utilized 
the bilingual discourse identity to frame his discourse and practice, but simultaneous utilized the 
institution identity of the new teacher referencing what was “not allowed” per the top-down policy.  
The prepared professional 
 In addition to the variance in description of language policy implementation by discourse 
identities of language teaching and learning, participants differed based on discourse identities of 
literacy teaching and learning. Sarah and Jada, two alumni teachers who explicitly stated their refusal 
to implement the prescriptive language policy, constructed and enacted discourse identities of 
prepared literacy professionals. Explicitly contrasting their instructional approaches with institutional 
policy mandates, they described constructivist orientations to literacy teaching and learning. Before 
going on to provide a rich description of her Kindergarten classroom practice specific to language 
and literacy, Jada asserted, “I don’t teach ELD the way the state mandates that I do because I 
disagree with much of the model that they’re trying to enforce.” After similarly stating her 
disagreement with ELD mandates, Sarah described her workshop model that aimed to differentiate 
instruction by using quality children’s literature: 
One of the focuses was really getting students to be able to pick books that are at 
their [reading] level so they have that knowledge [to comprehend the text], but they 
have control over what books they’re reading. Then I will work with them on 
whatever [reading] strategy we’re working on with the book that they’ve chosen. 
Both Jada and Sarah described the rejection of discrete, skill-based language instruction for 
their preferred use of authentic literacy practices such as readers’ and writers’ workshop, literature 
circles, and culturally relevant literature that they had learned about in their university graduate 
coursework.  
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Rather than the rejection of mandates, other teachers in the alumni sample negotiated the 
policy demands to meet their students’ needs, using their knowledge of how children learn to justify 
the integration of the language content areas. Kara explained the disconnect between the ELD 
mandates and how she makes her time more “fluid” to be appropriate for her first graders: 
We’re given the really stringent times, which is just not how a primary classroom 
works. You don’t teach vocabulary for an hour. You don’t teach grammar for an 
hour at a time. So, mine are more like: if we do that sight-word practice every day, 
it’s going to be vocabulary, it’s going to be grammar, it’s going to be writing. It’s 
going to be all at once. So I definitely do literacy for four hours a day; it’s just, that’s 
what my kids need.  
As a third-year teacher, Kara used her prior experience in a non-ELD setting paired with her 
preparation to teach literacy from her university graduate coursework to evaluate the efficacy of the 
policy mandates for her students. Drawing on personal experiences, school-based learning, and 
university graduate teacher preparation, teachers constructed discourse identities to make meaning 
of their daily practice in the figured world of ELD teaching. The variance in teachers’ discourse 
demonstrates agency, as individuals utilize their perspectives, preparation, and experiences to 
appropriate policy in practice.  
Affinity Identities: Shared Affiliation with Teach for America 
In this sub-section, we present findings related to the third research question: How do teachers 
utilize their TFA preparation to guide language policy appropriation? To illuminate how teachers utilize their 
professional preparation as a lens to make decisions on language policy in practice, we use the 
perspective of affinity identity (Gee, 2000), which is shaped by the shared commitment to a social 
group with common endeavors and practices. TFA is an affinity group in which members share the 
mission of eliminating educational inequities through work in high-needs schools. In the figured 
world of ELD teaching, corps members and alumni enact the affinity identity of TFA to appropriate 
language policy in practice. Using the principles and ideals engrained during TFA preparation, 
teachers self-identify as a particular kind of person affiliated with this group (Gee, 2000). Shared by 
both corps members and alumni, the data demonstrate that participants enact affinity identities, 
utilizing the organizational discourse of TFA to make meaning of policy and practice.  
Relentless pursuit of results 
As an affinity group purposefully created by an organization (Gee, 2000), TFA uses core 
values and instructional practices to construct a bond between TFA teachers and maintain allegiance 
to organizational values and practices. The core values guide teachers in the organization’s shared 
mission, including the “relentless pursuit of results” (TFA, 2012d). The TFA curriculum, based on 
the Teaching As Leadership framework, calls for teachers to set ambitious visions of students’ 
academic success and work relentlessly to meet high academic goals for students (Farr, 2010, p. 5). 
Using this framework for student academic achievement, TFA trains teachers to set big goals and 
make significant gains, measured by quantitative results on assessments (Farr, 2010, p. 21).  
Teachers used the shared discourse of the TFA affinity group to make meaning of their 
practice with ELs. Due to various frustrations with the pace of academic growth, including emphasis 
on standardized tests and comparison with mainstream students at the same grade level, teachers 
utilized discourse that reflected the deficit perspective on ELs. Owen, a first-year corps member, 
stated, “Unfortunately the achievement level of my kids is such that there are a few that grasp things 
on their own …. [My students] are sort of the lower performers.” Owen’s explicit description of his 
students as “lower performers” exemplifies other participants’ deficit-based discourse, including 
conceptualizing learners with negative connotations such as “slower,” “deficits,” “deficiencies,” and 
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“failing.” The organizational insistence on the relentless pursuit of results narrowly defined in terms 
of performance on standardized test scores, paired with the institutional structures that isolated 
students with emergent language proficiency levels, supported deficit-based discourse as teachers felt 
unable to lead their students to the desired and expected results on standardized assessments.  
Specifically focused on standardized test scores, participants described struggles around ELs 
reaching the original big goals set with mainstream students in mind. Rhonda, who had taught in a 
mainstream classroom for her first year of her two-year commitment with TFA, weighed her former 
and current students against one another. 
It’s hard for me because you don’t see a lot of it [growth]. I mean, they make gains, 
but a lot of times it’s really small things, and it takes a long time. So, it’s really 
challenging for me because I compare a lot to the [mainstream] students that I had 
last year and the gains that I would see on a daily basis. 
Summarizing this comparison between mainstream and ELD classrooms at the third-grade 
level at her school, Ashley shared, “When I get my kids’ scores back on whatever assessment that 
they’ve taken, I compare them to the mainstream classes, I’m like, ‘Aw, they didn’t do so well.’” At 
the same school as Ashley, Rachel described the “drawback” of teaching in an ELD classroom 
because of her students’ struggles on district benchmark assessments: “I think the first four months; 
it was really hard as a teacher, feeling very unsuccessful, because the measure was these district-wide 
assessments, and my kids were failing, failing, failing, failing, failing.” The emphasis on significant 
gains measured by standardized tests, both by TFA and this particular school (Heineke, 2009), 
supported these alumni teachers’ deficit-based discourse on ELs. 
Whereas most participants unknowingly utilized the deficit-based discourse to make meaning 
of their daily practice in ELD classrooms, one corps member recognized and identified the deficit 
perspective and its origin within the top-down institutional structure. Annie described the 
discrepancy in expectations between mainstream and EL students at the school- and district-level. 
People don’t hold them [ELs] to the same standards and expectations as the gen[eral] 
ed[ucation] kids. When we talk about grading we talk about honor roll, people in my 
district will tell me, “Your kids should not be [on honor roll] if they are pre-
emergent, they should not be receiving 3s,” which are meeting grades. Well, what if 
they are meeting [grade-level expectations]? My frustration is that they have these 
standards and then they don’t really say to the kids or give them support that they 
need to be able to be able to meet them. And they hold them, “Well you’re not going 
to meet it anyway, so we just won’t worry about it.” 
Despite recognizing the institutional structures that held low expectations for ELs, Annie 
did not negotiate this discrepancy; instead, she maintained her position in the top-down power 
structure through her institutional identity of the new teacher. Overall, the affinity identity of TFA 
teachers, specifically focused on the relentless pursuit of results, sustained the broader institutional 
discourse on ELs within the figured world of ELD teaching. 
Sense of possibility 
Related to the core value of “sense of possibility” (TFA, 2012d), TFA acknowledges that 
“too many children in low-income communities are trapped in a cycle of poverty and educational 
inequity. Prevailing beliefs haven’t led to the policies and investments necessary to break this cycle” 
(TFA, 2012c). In explanations for why the achievement gap exists, TFA asserts that various 
challenges in low-income communities put additional pressures on schools that generally do not 
have the systems, capacity, and resources to compensate (TFA, 2012c). With this shared 
understanding, TFA teachers enter schools believing that current policies are flawed and that not 
enough is being done to compensate and meet the needs of their students. The affinity identity of 
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the TFA teacher incorporates the organizational construct of locus of control (Farr, 2010), where 
teachers make decisions about classroom practice without relying on flawed structures and policies.  
The alumni teachers’ enactment of the TFA affinity identity, and the confidence they built 
through teaching ELs successfully, led them to act upon and expand their locus of control. Using 
knowledge from personal experiences and professional preparation, alumni evaluated and critiqued 
the policy that resulted in the lack of mixed grouping of ELs with native English-speakers, the 
teacher as the only model of a fluent English-speaker, stringent times for teaching discrete English 
skills, and lack of content area instruction. Building on these criticisms, alumni consciously utilized 
their active role in the language policy process, such as Jada and Sarah’s dismissal of the discrete, 
skill-based mandates to incorporate student-centered language and literacy instruction, or Kara’s 
holistic and integrative appropriation of the four-hour block of ELD teaching. Teachers’ discourse 
on the appropriation of language policy in their classrooms reflected alignment with the affinity 
identity and TFA’s construct of locus of control, as well the beliefs and values inherent in their 
individual discourse identities. 
Discussion 
In this study, the figured world of ELD teaching provided TFA teachers with a realm of 
interpretation to make meaning of the complexities in daily classroom practice. Nevertheless, the 
institutional discourse inherent in the language policy only provided a framework for teachers to 
figure the world; therefore, teachers identified in various ways with the figured world and had the 
agency to maintain, recognize, or negotiate the institutional discourse. Due to this capacity to act 
proactively, teachers had their own perspectives and identified in various ways with the expectations 
and routines of the figured world. Teachers’ situated identities, specifically tied to different facets of 
teacher preparation, signaled the various degrees of identification with the figured world of ELD.  
Framed with sociocultural theory (Gee, 2000; Holland et al., 1998; Rogoff, 1995, 2003), we 
zoomed in to analyze how TFA trained teachers interacted with language policy and practice in 
Arizona classrooms. We found that teachers’ perceptions of their role in the language policy process 
varied based on institution identities, such as corps members’ construction of the unprepared novice 
teacher positioned to maintain policy demands. Alumni teachers, armed with more knowledge of 
and experience with teaching ELs, often resisted the institution identity and enacted discourse 
identities based on individual traits and backgrounds; drawing on personal experiences of second 
language learning and professional preparation of literacy teaching, teachers described the 
implementation of language policy to match what they recognized as sound and effective language 
and literacy instruction. In addition to institutional and individual perspectives, teachers made 
decisions about language policy appropriation guided by their TFA affinity identity, reflected in the 
shared commitment to the organization’s core values and the Teaching as Leadership framework 
(Farr, 2010). Using these findings, we zoom out to discuss the development of teachers as agents of 
policy on the various planes of teacher preparation. 
Sociocultural theory perceives development as occurring on three mutually constituting and 
inseparable planes (Rogoff, 1995); whereas activities on one plane may be the focus of analysis, the 
other planes remain in the background. Conceptualized in this study as the figured world of ELD 
teaching (Holland et al., 1998), teachers’ realm of interpretation simultaneously included the 
personal, interpersonal, and institutional planes (Rogoff, 2003). As we focused our analysis to 
answer each research question, we foregrounded the discourse identities on the personal plane, the 
affinity identities on the interpersonal plane, and the institution identity on the institutional plane, 
while recognizing that all simultaneously contributed to teachers’ participation and development as 
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actors in the policy process (Gee, 2000; Rogoff, 1995). Alumni participant Jada, for example, 
exercised her agency by negotiating the restrictive language policy mandates to match her bilingual 
and bicultural values and incorporate her knowledge of constructivist literacy instruction. Mediated 
by her TFA affinity identity, she recognized the flawed policies and rejected the institutional 
discourse; using discourse to identify herself as a bilingual person and well-versed literacy teacher, 
she described closing her classroom door to carry out student-centered language and literacy 
instruction. Teachers’ agency and corresponding appropriation of policy stem from this combination 
(Gee, 2000) of socially situated identities (Gee, 2000) across multiple planes of development 
(Rogoff, 1995, 2003).  
Foregrounding the institutional plane (Rogoff, 2003) of the figured world of ELD teaching, we 
recognized a continuum of development in how teachers interacted with the institutional discourse and 
authoritative structure inherent in the restrictive policy. In the first year of teaching, enacting the 
institution identity of the new teacher, corps members primarily practiced maintenance, as they carried 
out the language policy in practice as prescribed from state, district, and school officials. Second-year 
teachers tended to demonstrate recognition, where individuals began to conceptualize their ability to 
mold policy mandates in classroom practice. Different from corps members, alumni teachers 
displayed varying manifestations of negotiation, as they made cognizant decisions about appropriating 
policy in practice. On the institutional plane, school and district authorities apprenticed teachers into 
the figured world of ELD teaching, supporting the “development of mature participation in the 
activity by the less experienced” (Rogoff, 1995, p. 142). As demonstrated in this study, teachers 
vacillated on the continuum based on experience, where less experienced teachers maintained policy 
demands and more experienced teachers enacted situated identities on the interpersonal and 
personal planes of development to negotiate policy and practice.  
 
 
Figure 1. Development of teachers as agents of language policy 
Simultaneous to the apprenticeship into the institutional structures, discourse, and 
expectations of the figured world of ELD teaching, teachers engaged in communication and 
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coordinated efforts within their affinity group (Gee, 2000) on the interpersonal plane of development 
(Rogoff, 1995, 2003). When teachers enacted the TFA affinity identity, they utilized the 
organization’s shared mission, core values, and common practices to frame and make meaning of 
their practice in ELD classrooms. With key organizational principles, practices, and discourses 
introduced during initial teacher preparation and continuously reinforced during ongoing 
professional development and support, the affinity group utilized the concept of guided participation to 
involve teachers in communication and coordinated efforts while participating in culturally and 
socially valued activities (Rogoff, 1995, p. 142). As teachers engaged in the shared endeavors of the 
affinity group over time, participation in the figured world shifted, as they began to recognize their 
active role in the flawed policy process, as emphasized in the organizational discourse (TFA, 2012c).  
Maintaining both the institutional and interpersonal planes of development in the 
background, teachers utilized individual perspectives, experiences, and preparation on the personal 
plane (Rogoff, 1995, 2003) of the figured world of ELD teaching. The discourse identities (Gee, 
2000), which individual teachers enacted to situate themselves as a specific kind of person 
possessing a particular trait or background, directly related to various facets of teacher preparation, 
including personal experiences with second language teaching and learning, professional experiences 
as language and literacy teachers in schools, and learners in university graduate coursework. These 
personal facets of teacher preparation unique to each participant mediated their interaction with 
policy. For example, unlike the other first year teachers who reflected the maintenance of policy 
demands, Shelly utilized her undergraduate teaching certification and ESL endorsement to recognize 
her active role in the policy process as she discussed plans to creatively implement balanced literacy 
during the four-hour block. Demonstrating the personal process of participatory appropriation (Rogoff, 
1995), individual teachers changed through their involvement in personal and professional 
experiences, in the process preparing themselves for subsequent involvement in and impact on 
teaching and learning.  
Implications for Policy and Research 
Situated in classrooms in which policy is enacted into practice, teachers are at the center of 
policy formation and implementation (Menken & García, 2010; Ricento & Hornberger, 1996) and 
school reform efforts (Barth, 1990; Datnow et al., 2002). No matter how restrictive the language 
policy mandates (Gándara & Hopkins, 2010) or high stakes the compliance measures (Iddings et al., 
2012), teachers will construct and enact situated identities to make meaning and decisions to shape 
policy appropriation in classroom practice. Mutually constituting planes of development (Rogoff, 
1995, 2003), including personal, interpersonal, and institutional processes of teacher preparation, 
simultaneously inform teachers’ identity, agency, and appropriation of policy.  
With this in mind, rather than relying on increasingly restrictive language policies to incite 
school reform and educational change for ELs (Gándara & Hopkins, 2010), teacher preparation 
policy should be prioritized to develop effective and multifaceted ways to prepare and support 
teachers who are well-equipped to negotiate the policy demands and complexities of today’s 
classrooms. With no one-size-fits-all approach to prepare teachers to recognize and negotiate their 
roles in various policy contexts across diverse and dynamic linguistic and academic settings 
(Levinson & Sutton, 2001), policy actors and educational stakeholders at schools and universities 
must examine their roles in the development of teachers as agents of policy.  
Building out from the teachers at the center of the policy process (Ricento & Hornberger, 
1996), school and district administrators must deconstruct the authoritative role (Gándara & 
Hopkins, 2010; Iddings et al., 2012) of the administrator and focus on the improvement of 
institutional structures and supports that apprentice teachers into educational settings (Barth, 1990). 
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Rather than reinforce top-down restrictions on practice, administrators can emphasize the school-
based preparation and support of teachers to become more effective and responsive to the EL 
population (Barth, 1990). Supporting this plight for collaborative and contextualized teacher learning 
in schools, state administrators and policy makers can provide flexible guidelines and resources to 
prepare teachers to make informed decisions when appropriating policy into practice.  
In addition to the layers of administration within K-12 schools, districts, and systems, 
teacher educators in traditional, alternative, and professional development programs must recognize 
and reveal teachers’ agentive roles in the policy process (Menken & García, 2010; Ricento & 
Hornberger, 1996), providing opportunities for teachers to grow personally and professionally 
through various experiences and contexts, such as individual excursions to learn a second language 
or ongoing collaborative dialogue with other ELD professionals. Contextualized in the sociocultural 
setting of the school and community, policy stakeholders must prioritize the preparation of the 
central actors of the policy process: teachers.  
In addition to the implications for the various actors within the multiple layers of the policy 
process (Ricento & Hornberger, 1996), this study holds implications for those who research policy 
in this era of educational reform. Rather than limit investigations to static policy documents or 
resulting student achievement data, studies should embrace the complex and dynamic nature of the 
policy process (Levinson & Sutton, 2001) and its many actors (Ricento & Hornberger, 1996). In 
addition to the sociocultural lens on policy research (Levinson & Sutton, 2001), scholars must 
acknowledge the central role of teachers in policy, the complexity of teachers, policy, and the 
interaction between teachers and policy (Datnow et al., 2002), to investigate ways to support the 
development of teachers as agents of policy.  
References 
Alamillo, L., & Viramontes, C. (2000). Reflections from the classroom: Teacher perspectives on the 
implementation of Proposition 227. Bilingual Research Journal, 24, 1-13.  
Arias, M. B. (2012). Language policy and teacher preparation: The implications of a restrictive 
language policy on teacher preparation. In M. B. Arias & C. Faltis (Eds.), Implementing 
educational language policy in Arizona (pp. 1-20). Clevedon, UK: Multilingual Matters. 
Arizona Department of Education. (2008). Structured English immersion frequently asked questions. 
Retrieved June 21, 2010, from http://www.ade.state.az.us/oelas/sei/SEIModelsFAQs.doc  
Arizona Department of Education. (2007). Research summary and bibliography for Structured 
English Immersion program models. Retrieved September 10, 2010 from 
http://www.ade.state.az.us/oelas/downloads/modelcomponentresearch.pdf  
August, D., Goldenberg, C., & Rueda, R. (2010). Restrictive state language policies: Are they 
scientifically based? In P. Gándara & M. Hopkins (Eds.) Forbidden language: English learners and 
restrictive language policies (pp. 139-158). New York: Teachers College. 
Barth, R. S. (1990). Improving schools from within: Teachers, parents, and principals can make the difference. San 
Francisco: Jossey-Bass.  
Cochran-Smith, M., & Fries, M. (2005). The AERA Panel on Research and Teacher Education: 
Context and goals. In M. Cochran-Smith & K. Zeichner (Eds.), Studying teacher education: The 
report of the AERA panel on research and teacher education (pp. 37-68). Mahwah, NJ: Erlbaum. 
Combs, M. C. (2012). Everything on its head: How Arizona’s Structure English Immersion policy 
re-invents theory and practice. In M. B. Arias & C. Faltis (Eds.), Implementing educational 
language policy in Arizona (pp. 59-85). Clevedon, UK: Multilingual Matters.  
Teacher Preparation and Language Policy 19 
 
Darling-Hammond, L. (2000). Teacher quality and student achievement: A review of state policy 
evidence. Education Policy Analysis Archives, 8. Retrieved May 15, 2012 from 
http://epaa.asu.edu/ojs/articles/view/392/515 
Datnow, A., Hubbard, L., & Mehan, H. (2002). Extending educational reform: From one school to many. 
New York: Routledge. 
deJong, E. J., Arias, M. B., & Sánchez, M. T. (2010). Undermining teacher competencies: Another 
look at the impact of restrictive language policies. In P. Gándara & M. Hopkins (Eds.) 
Forbidden language: English learners and restrictive language policies (pp. 118-138). New York: 
Teachers College. 
Erickson, F. (1986). Qualitative methods in research on teaching. In M. Wittrock (Ed.), Handbook of 
research on teaching (3rd edition, pp. 119-161). New York: MacMillan.  
Farr, S. (2010). Teaching as leadership: The highly effective teacher’s guide to closing the achievement gap. San 
Francisco, CA: Jossey-Bass. 
Florez, I. R. (2010). Do the AZELLA cut scores meet the standards? A validation review of the Arizona 
English language learner assessment. Los Angeles: Civil Rights Project, University of California.  
Gall, M. D., Gall, J. P., & Borg, W. R. (2003). Educational research: An introduction (7th edition). Boston, 
MA: A & B Publications.  
Gándara, P., & Hopkins, M. (2010). The changing linguistic landscape of the United States. In P. 
Gándara & M. Hopkins (Eds.), Forbidden language: English learners and restrictive language policies 
(pp. 7-19). New York: Teachers College.  
Gándara, P., & Orfield, G. (2010). A return to the “Mexican room”: A segregation of Arizona’s English 
learners. Los Angeles: Civil Rights Project, University of California.  
Gándara, P., & Maxwell-Jolly, J. (2006). Critical issues in developing the teacher corps for English 
learners. In K. Téllez & H. C. Waxman (Eds.), Preparing quality educators for English language 
learners: Research, policies, and practices (pp. 99-120). Mahwah, NJ: Lawrence Erlbaum.  
García, E. E., Lawton K., & de Figueiredo, D. (2010). Assessment of young English language learners in 
Arizona: Questioning the validity of the state measure of English proficiency. Los Angeles: Civil Rights 
Project, University of California.  
Gee, J. P. (2005). Introduction to discourse analysis: Theory and method. London: Routledge. 
Gee, J. P. (2000). Identity as an analytic lens for research in education. Review of Research in Education, 
25, 99-125. 
Glass, G. (2008). Alternative certification of teachers. East Lansing, MI: Great Lakes Center for Education 
Research & Practice.  
Heineke, A. J. (2009). Teachers’ discourse on English language learners: Cultural models of language and learning. 
Unpublished dissertation. 
Heineke, A. J., & Cameron, Q. (2011). Closing the classroom door and the achievement gap: Teach 
for America alumni teachers’ appropriation of Arizona language policy. Education and Urban 
Society. DOI: 10.1177/0013124511413123.  
Holland, D., Lachicotte, W., Skinner, D., & Cain, C. (1998). Identity and agency in cultural worlds. 
Cambridge, MA: Harvard University Press. 
Hopkins, M. (2012). Arizona’s teacher policies and their relationship with English learner 
instructional practice. Language Policy, 11, 81-99.  
Iddings, A. C., Combs, M. C., & Moll, L. (2012). In the arid zone: Drying out educational resources 
for English language learners through policy and practice. Urban Education, 47, 495-514.  
Krashen, S., Rolstad, K., & MacSwan, J. (2007). Review of “Research summary and bibliography for structured 
English immersion programs” of the Arizona English language learners task force. Takoma Park, MD: 
Institute for Language Education and Policy.  
Education Policy Analysis Archives  Vol. 21 No. 33 20 
Kvale, S. (2007). Doing interviews. Thousand Oaks, CA: Sage.  
Levinson, B. A. U., & Sutton, M. (2001). Introduction: Policy as/in practice – A sociocultural 
approach to the study of educational policy. In M. Sutton (Ed.), Policy as practice: Toward a 
comparative sociocultural analysis of educational policy. (pp. 1-22) Westport, CT: Ablex.  
Lillie, K. E., Markos, A., Estrella, A. Nguyen, T. Trifiro, A., Arias, M. B., & Wiley, T. G. (2010). 
Policy in practice: The implementation of Structure English Immersion in Arizona. Los Angeles: Civil 
Rights Project, University of California.  
Mahoney, K., MacSwan, J., Haladyna, T., & García, D. (2010). Castaneda’s third prong: Evaluating 
the achievement of Arizona’s English learners under restrictive language policy. In P. 
Gándara & M. Hopkins (Eds.), Forbidden language: English learners and restrictive language policies 
(pp. 50-64). New York: Teachers College.  
Martinez-Wenzl, M., Pérez, K., & Gándara, P. (2010). Is Arizona’s approach to educating its ELLs 
superior to other forms of instruction? Los Angeles: Civil Rights Project, University of California.  
Menken, K., & García, O. (2010). Introduction. In K. Menken & O. García (Eds.), Negotiating 
language policies in schools: Educators as policymakers (pp. 1-10). New York: Routledge.  
National Clearinghouse of English Language Acquisition. (2010). Arizona: Rate of EL growth 
1997/1998-2007/2008. Washington DC: United States Department of Education.  
Ricento, T. K., & Hornberger, N. H. (1996). Unpeeling the onion: Language planning and policy 
and the ELT professional. TESOL Quarterly, 30, 401-427. 
Ríos-Aguilar, C., González-Canche, M., & Moll, L. (2010a). Implementing Structured English Immersion in 
Arizona: Benefits, costs, challenges, and opportunities. Los Angeles: Civil Rights Project, University 
of California.  
Ríos-Aguilar, C., González-Canche, M., & Moll, L. (2010b). A study of Arizona’s teachers of English 
language learners. Los Angeles: Civil Rights Project, University of California.  
Rogoff, B. (2003). The cultural nature of human development. New York: Oxford University Press.  
Rogoff, B. (1995). Observing sociocultural activity on three planes: Participatory appropriation, 
guided participation, and apprenticeship. In P. M. J. Goodnow & F. Kessel (Eds.), 
Sociocultural studies of mind (pp.139-164). Cambridge: Cambridge University Press.  
Smagorinsky, P., Cook, L. S., Moore, C., Jackson, A. Y., & Fry, P. G. (2004). Tensions in learning to 
teach: Accommodation and the development of a teaching identity. Journal of Teacher 
Education, 55, 8-24. 
Stritikus, T. (2002). Immigrant children and the politics of English only. New York: LFB.  
Stritikus, T., & García, E. (2000). Education of limited English proficient students in California 
schools: An assessment of the influence of Proposition 227 on selected teachers and 
classrooms. Bilingual Research Journal, 24, 1-11.  
Teach for America. (2012a). Our mission: Enlisting committed individuals. Retrieved on March 9, 2012, 
from http://www.teachforamerica.org/our-mission/enlisting-committed-individuals 
Teach for America. (2012b). Where we work: Phoenix. Retrieved on March 9, 2012, from 
http://www.teachforamerica.org/where-we-work/phoenix 
Teach for America. (2012c). Our mission: A solvable problem. Retrieved on March 9, 2012, from 
http://www.teachforamerica.org/our-mission/a-solvable-problem 
Teach for America. (2012d). Training and support. Retrieved on March 9, 2012, from 
http://www.teachforamerica.org/why-teach-for-america/training-and-support 
Valdéz, E. O. (2001). Winning the battle, losing the war: Bilingual teachers and post-Proposition 
227. The Urban Review, 33, 237-253.  
Varghese, M. (2008). Using cultural models to unravel how bilingual teachers enact language 
policies. Language and Education, 22, 289-306. 
Teacher Preparation and Language Policy 21 
 
Varghese, M. M., & Stritikus, T. (2005). “Nadie me dijó (Nobody told me)” Language policy 
negotiation and implications for teacher education. Journal of Teacher Education, 56, 73-87.  
Vygotsky, L. S. (1978). Mind in society: The development of higher psychological processes. Cambridge, MA: 
Harvard University Press. 
Wertsch, J. V. (1991). Voices of the mind: A sociocultural approach to mediated action. Cambridge, MA: 
Harvard University Press. 
Wrigley, T. (2000). The power to learn: Stories of success in the education of Asian and other bilingual pupils. 
Staffordshire, England: Trentham Books Limited. 
Education Policy Analysis Archives  Vol. 21 No. 33 22 
About the Authors 
Amy J. Heineke 
Loyola University Chicago 
Email: aheineke@luc.edu  
Amy Heineke, Ph.D., is the Assistant Professor of Bilingual/Bicultural Education at Loyola 
University Chicago. Her research focuses on teacher preparation for English learners, linguistically 
responsive pedagogy and practice, and language policy. Her pursuits in teacher education are guided 
by her prior work as an elementary teacher in Phoenix, Arizona. 
 
Quanna Cameron 
Independent Researcher 
Email: quannacameron@hotmail.com 
Quanna Cameron, Ed.D., is an independent researcher who served as the senior managing 
director of teacher leadership development for Teach for America Phoenix at the time of the 
study. Her past and ongoing work in teacher education is inspired by her experience as an 
elementary teacher, reading coach, and assistant principal in Arizona.  
 
education policy analysis archives 
Volume 21 Number 33 April 15th, 2013 ISSN 1068-2341 
 
 
 Readers are free to copy, display, and distribute this article, as long as the work is 
attributed to the author(s) and Education Policy Analysis Archives, it is distributed for non-
commercial purposes only, and no alteration or transformation is made in the work. More 
details of this Creative Commons license are available at 
http://creativecommons.org/licenses/by-nc-sa/3.0/. All other uses must be approved by the 
author(s) or EPAA. EPAA is published by the Mary Lou Fulton Institute and Graduate School 
of Education at Arizona State University Articles are indexed in CIRC (Clasificación Integrada de 
Revistas Científicas, Spain), DIALNET (Spain), Directory of Open Access Journals, EBSCO 
Education Research Complete, ERIC, Education Full Text (H.W. Wilson), QUALIS A2 (Brazil), 
SCImago Journal Rank; SCOPUS, SOCOLAR (China). 
Please contribute commentaries at http://epaa.info/wordpress/ and send errata notes to 
Gustavo E. Fischman fischman@asu.edu  
 
Join EPAA’s Facebook community at https://www.facebook.com/EPAAAAPE and Twitter 
feed @epaa_aape. 
 
Teacher Preparation and Language Policy 23 
 
education policy analysis archives 
editorial board  
Editor Gustavo E. Fischman (Arizona State University) 
Associate Editors: David R. Garcia (Arizona State University), Stephen Lawton (Arizona State University) 
Rick Mintrop, (University of California, Berkeley) Jeanne M. Powers (Arizona State University) 
 
Jessica Allen University of Colorado, Boulder Christopher Lubienski University of Illinois, Urbana-
Champaign 
Gary Anderson New York University  Sarah Lubienski University of Illinois, Urbana-
Champaign 
Michael W. Apple University of Wisconsin, Madison  Samuel R. Lucas  University of California, Berkeley  
Angela Arzubiaga Arizona State University Maria Martinez-Coslo University of Texas, Arlington  
David C. Berliner  Arizona State University  William Mathis University of Colorado, Boulder 
Robert Bickel  Marshall University  Tristan McCowan  Institute of Education, London  
Henry Braun Boston College  Heinrich Mintrop University of California, Berkeley  
Eric Camburn  University of Wisconsin, Madison  Michele S. Moses University of Colorado, Boulder 
Wendy C. Chi* University of Colorado, Boulder Julianne Moss  University of Melbourne  
Casey Cobb  University of Connecticut  Sharon Nichols  University of Texas, San Antonio  
Arnold Danzig  Arizona State University  Noga O'Connor University of Iowa  
Antonia Darder  University of Illinois, Urbana-
Champaign 
João Paraskveva  University of Massachusetts, 
Dartmouth  
Linda Darling-Hammond Stanford University  Laurence Parker University of Illinois, Urbana-
Champaign 
Chad d'Entremont Strategies for Children Susan L. Robertson Bristol University 
John Diamond Harvard University  John Rogers University of California, Los Angeles 
Tara Donahue Learning Point Associates  A. G. Rud Purdue University 
Sherman Dorn University of South Florida  Felicia C. Sanders The Pennsylvania State University 
Christopher Joseph Frey Bowling Green State 
University  
Janelle Scott University of California, Berkeley  
Melissa Lynn Freeman* Adams State College Kimberly Scott Arizona State University  
Amy Garrett Dikkers University of Minnesota  Dorothy Shipps  Baruch College/CUNY  
Gene V Glass  Arizona State University  Maria Teresa Tatto Michigan State University  
Ronald Glass University of California, Santa Cruz  Larisa Warhol University of Connecticut  
Harvey Goldstein Bristol University  Cally Waite  Social Science Research Council  
Jacob P. K. Gross  Indiana University  John Weathers University of Colorado, Colorado 
Springs  
Eric M. Haas  WestEd  Kevin Welner University of Colorado, Boulder 
Kimberly Joy Howard* University of Southern 
California 
Ed Wiley  University of Colorado, Boulder 
Aimee Howley  Ohio University  Terrence G. Wiley Arizona State University  
Craig Howley  Ohio University  John Willinsky  Stanford University  
Steve Klees  University of Maryland  Kyo Yamashiro  University of California, Los Angeles 
Jaekyung Lee  SUNY Buffalo  * Members of the New Scholars Board 
 
 
 
Education Policy Analysis Archives  Vol. 21 No. 33 24 
archivos analíticos de políticas educativas 
consejo editorial 
Editor:  Gustavo E. Fischman (Arizona State University) 
Editores. Asociados Alejandro Canales (UNAM) y Jesús Romero Morante  (Universidad de Cantabria) 
 
Armando Alcántara Santuario Instituto de 
Investigaciones sobre la Universidad y la Educación, 
UNAM  México 
Fanni Muñoz  Pontificia Universidad Católica de Perú 
Claudio Almonacid  Universidad Metropolitana de 
Ciencias de la Educación, Chile 
Imanol Ordorika   Instituto de Investigaciones 
Economicas – UNAM, México 
Pilar Arnaiz Sánchez Universidad de Murcia, España Maria Cristina Parra Sandoval Universidad de Zulia, 
Venezuela 
Xavier Besalú  Costa Universitat de Girona, España Miguel A. Pereyra Universidad de Granada, España   
Jose Joaquin Brunner  Universidad Diego Portales, 
Chile 
Monica Pini Universidad Nacional de San Martín, 
Argentina 
Damián Canales Sánchez  Instituto Nacional para la 
Evaluación de la Educación, México 
Paula Razquin UNESCO, Francia   
María Caridad García  Universidad Católica del Norte, 
Chile 
Ignacio Rivas Flores Universidad de Málaga, España      
Raimundo Cuesta Fernández  IES Fray Luis de León, 
España 
Daniel Schugurensky Universidad de Toronto-Ontario 
Institute of Studies in Education, Canadá   
Marco Antonio Delgado Fuentes Universidad 
Iberoamericana, México 
Orlando Pulido Chaves Universidad Pedagógica 
Nacional, Colombia 
Inés Dussel  FLACSO, Argentina José Gregorio Rodríguez Universidad Nacional de 
Colombia   
Rafael Feito Alonso Universidad Complutense de 
Madrid, España 
Miriam Rodríguez Vargas Universidad Autónoma de 
Tamaulipas, México 
Pedro Flores Crespo Universidad Iberoamericana, 
México 
Mario Rueda Beltrán Instituto de Investigaciones sobre 
la Universidad y la Educación, UNAM  México   
Verónica García Martínez Universidad Juárez 
Autónoma de Tabasco, México 
José Luis San Fabián Maroto Universidad de Oviedo, 
España 
Francisco F. García Pérez Universidad de Sevilla, 
España 
Yengny Marisol Silva Laya Universidad 
Iberoamericana, México 
Edna Luna Serrano  Universidad Autónoma de Baja 
California, México 
Aida Terrón Bañuelos Universidad de Oviedo, España 
Alma Maldonado  Departamento de Investigaciones 
Educativas, Centro de Investigación y de Estudios 
Avanzados, México 
Jurjo Torres Santomé Universidad de la Coruña, 
España   
Alejandro Márquez Jiménez Instituto de 
Investigaciones sobre la Universidad y la Educación, 
UNAM  México 
Antoni Verger Planells University of Amsterdam, 
Holanda   
José Felipe Martínez Fernández  University of 
California Los Angeles, USA 
Mario Yapu Universidad Para la Investigación 
Estratégica, Bolivia   	  
 
Teacher Preparation and Language Policy 25 
 
arquivos analíticos de políticas educativas 
conselho editorial 
Editor:  Gustavo E. Fischman (Arizona State University) 
Editores Associados: Rosa Maria Bueno Fisher e Luis A. Gandin  
(Universidade Federal do Rio Grande do Sul) 
 
Dalila Andrade de Oliveira Universidade Federal de 
Minas Gerais, Brasil 
Jefferson Mainardes Universidade Estadual de Ponta 
Grossa, Brasil 
Paulo Carrano Universidade Federal Fluminense, Brasil Luciano Mendes de Faria Filho Universidade Federal 
de Minas Gerais, Brasil 
Alicia Maria Catalano de Bonamino Pontificia 
Universidade Católica-Rio, Brasil 
Lia Raquel Moreira Oliveira Universidade do Minho, 
Portugal 
Fabiana de Amorim Marcello Universidade Luterana 
do Brasil, Canoas, Brasil 
Belmira Oliveira Bueno Universidade de São Paulo, 
Brasil 
Alexandre Fernandez Vaz Universidade Federal de 
Santa Catarina, Brasil 
António Teodoro Universidade Lusófona, Portugal 
Gaudêncio Frigotto Universidade do Estado do Rio de 
Janeiro, Brasil 
Pia L. Wong California State University Sacramento, 
U.S.A 
Alfredo M Gomes Universidade Federal de 
Pernambuco, Brasil 
Sandra Regina Sales Universidade Federal Rural do Rio 
de Janeiro, Brasil 
Petronilha Beatriz Gonçalves e Silva Universidade 
Federal de São Carlos, Brasil 
Elba Siqueira Sá Barreto Fundação Carlos Chagas, 
Brasil 
Nadja Herman Pontificia Universidade Católica –Rio 
Grande do Sul, Brasil 
Manuela Terrasêca Universidade do Porto, Portugal 
José Machado Pais Instituto de Ciências Sociais da 
Universidade de Lisboa, Portugal 
Robert Verhine Universidade Federal da Bahia, Brasil 
Wenceslao Machado de Oliveira Jr. Universidade 
Estadual de Campinas, Brasil 
Antônio A. S. Zuin Universidade Federal de São Carlos, 
Brasil 
  
 
  
 
